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This project examined the use of trade books, particularly historical fiction
and nonfiction, in the social studies curriculum. Through the development of
this project, a text set was designed to extend and enrich the students'
knowledge of the holocaust beyond the world history textbook. The literature
revealed strong support for the use of trade books as a vehicle to learn more
than the names, dates and facts presented in the textbook. Trade books allow
the students to learn about the human experience of historical events,
specifically the Holocaust for the purpose of this project. Through historical
fiction and nonfiction trade books, a more in-depth understanding of a topic can
be accomplished and allow various perspectives to be explored. Unfortunately,
due to numerous limitations, textbooks do not do justice with regards to the
significance of many historical events; nor do they convey more than one
perspective. Textbooks can act as a resource for basic facts, however
supplementing them with trade books allows the teacher to extend and enrich
student understanding of a topic. ·This can have an immense effect on the
students' overall understanding of a historical event and how it connects to
present day life.
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CHAPTER 1
BACKGROUND OF THE PROJECT

Introduction
✓

Students at the middle level are at a unique stage in life that it is more
important than perhaps any other time in their educational careers to find ways
to motivate and intrigue them. Although this is an important role of teachers at
any level, it becomes even more pressing at this level. In the earlier years,
many children will be motivated to succeed in order to please their teacher and
guardians. At the high school level they are motivated to succeed to meet their
future goals whether it be college or entering the work force. At the middle
level, many students are fighting so hard to gain independence that adults
cannot be counted on as motivators any longer. At the same time, they are still
too far away from graduation, that many of them aren't able to look to their future
beyond high school as a motivator either. For these reasons, teachers at this
level find it crucial to help students find meaningful connections to their
learning.
Woodward Middle School incorporates the Language Arts/Social
Studies block approach in several of its interdisciplinary teams, one of which
the author is a member. A major reason for using this approach is to be able to
integrate the two disciplines which naturally compliment each other. Because
the author was not satisfied with the adopted World History textbook and its
ability to bring life to the curriculum, this project came about. By giving the
students some choice and by incorporating literature into the learning
experience, it may be a more fun and engaging unit for the students as well as
the teacher.
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Purpose of the Project
The purpose of this project was to develop a text set based on the
Holocaust to supplement the world history text book. It was designed
specifically for use in an eighth grade Language Arts/Social Studies block
curriculum to extend and enrich the students' understanding of the Holocaust.
Text sets are easily adapted from year to year as needed whether it be to fit
varying constraints, interests, or reading levels (Short, 1991).

Limitations of the Project
The limitations for this project are as follows:
1.

This project was designed for an eighth grade language arts/world
history block curriculum.

2.

The number of trade books included in this text set is more than what one
would find in most text sets. The author chose to include all of these
books to allow for others using the unit to have some flexibility in the
books they choose as options for their own classroom use.

3.

There has been a vast amount of trade books about the Holocaust
published. Although this text set is more inclusive than some, the search
for quality literature on this topic should not be limited to the books
recommended in this project.

4.

It should be recognized that though this project has been designed
for implementation in an eighth grade integrated block curriculum, it has
not yet been put to use.
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Definition of Terms
For the purpose of this project, the following terms are defined:
1.

Text Set: A collection of conceptually related books organized
around a theme, author, genre, or topic (Short, 1991 ).

2.

Te,q_Book: A book designed specifically for use in an educational
setting for a given content area.

3.

Trade Book: Any book other than textbooks, reference materials or
encyclopedias designed for the general public.

4.

Block Curriculum: A block of time, usually two or more periods at
the secondary level, set aside for an individual teacher to teach
two or more subjects (Jacobs, 1989).

5.

Integration: An instructional method in which subjects are taught
concurrently emphasizing the the connections between subject
areas (Freeman & Person, 1998).

6.

Subject-Centered Schools: A method of school organization,
usually at the secondary level. The curriculum is compartmentalized by
subject. Each subject is taught independent of the others by a different
teacher during set periods throughout the school day (Brazee &
Capelluti, 1995).

7.

Middle Level: A term used to refer to any educational institution
organized to meet the needs of students from the ages of ten to fourteen.

Overview of the Remainder of the Project
Chapter 2 is a review of literature and research organized to support the
premise that usage of a text set to supplement a unit on the Holocaust is more
effective than sole reliance on a history text book. The chapter is organized into
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five sections. These sections are titled as follows: Introduction, Curriculum
Integration, Text Books vs. Trade Books, Text Sets, and Summary. Chapter 3
includes the purpose of the project as well as a description of· the processes
used to develop the project. A description of the project as well as the actual
project is contained in Chapter 4. Lastly, Chapter 5 provides a summary and
conclusion as well as offers some recommendations with respect to the project.

CHAPTER 2
REVIEW OF RELATED LITERATURE
Introduction
The literature reviewed and summarized in Chapter 2 has been
organized into three main categories as they relate to the use of text sets in the
social studies curriculum. These categories include Curriculum Integration,
Trade Books, and Text Sets. Within the literature review, the author will build a
case to support how linking language arts and social studies can enhance the
curriculum. In particular, the review will show the effectiveness of using trade
books to supplement a history text, and how text sets can be even more
effective than the use of a single title. Text sets allow for choice, address
varying interests and reading levels, and also create many opportunities for
critical and analytical thinking.
The ability of literature to take history and help make meaningful
connections between the students and their learning is recognized by Sewall
(1988). Language arts and social studies go hand in hand. Traditional history
texts are often times so full of facts that they don't even begin to reveal the
human side of history, nor do they reflect how events effect the present.
Another weakness of texts is that they generally try to cover several
centuries. In covering a large time frame, no given historical event can possibly
receive the in-depth coverage it deserves or needs in order to draw the whole
picture (Tomlinson, Tunnell, & Richgels, 1993). Lastly, history text books often
portray only one perspective. However, in history there are very few events that
can be accurately interpreted by learning only one point of view. Trade books
can be a wonderful supplement to a social studies text in that with the wealth of
quality historical literature published, it can address all of these needs as well
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as accounting for different reading levels and interests. One of the most
important things is that by using multiple titles to supplement the text book,
students can have some choice in what they read. This often times creates
motivation and stronger ownership for learning on their part.

Curriculum Integration
Curriculum integration has been proven a powerful method of instruction.
However, at the secondary level, the traditional system has been organized
around subject -centered schools, which is just the opposite of what research
shows is the most fundamentally sound way to teach. In a study by Aikin
(1942), graduates of 30 experimental secondary schools using an integrated
curriculum fared better academically and socially in college than others from
traditional subject-centered schools . Despite this, these types of secondary
schools still, after more than fifty years, dominate our public school system. This
is attributed to tradition, teacher certification requirements, university
preparation, test book sales, and standardized testing formats (Brazee &
Capelluti, 1995).
At the secondary level, many teachers are only endorsed in one subject
area. Therefore they would not be legally qualified to teach other subjects.
Standardized tests are also divided up into sections by subject. If secondary
curricula were to be reorganized, the format of standardized tests would need
reevaluation as well. Teaching materials are also necessary, and although text
books may not be great as single resources for teaching, most schools still
adopt them for all subject areas. Text book companies do not ordinarily
produce integrated teaching materials, so the burden then lies upon the teacher
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to find adequate teaching resources. Beyond that, some districts require that
the adopted texts be followed. This allows for little integration (Brazee &
Capelluti, 1995).
In all actuality, teaching subjects independent of one another has not
been proven to be the most effective. This approach is alien to real life. Heck
(1992) attests to this in his statement, "The world around them is an
interdisciplinary one. Life is not seperated into discrete subject areas" (p. 61 ).
Further support suggests that an integrated curriculum helps students see that
what they learn in one class, or subject, is often related to or useful in reaching
objectives in other classes. This would seem to be much more easily
transferred to real life (Worshan, 1992).
The subject-centered approach tends to teach skills in isolation. This
doesn't give the students as much opportunity to practice the application of
these skills. An integrated curriculum is more conducive to producing situations
where the students need to know when to apply various skills. It moves away
from the artificial lines that are placed by the subject approach. It encourages
and makes it possible for the student to use context, skills, and concepts to
study a topic without the traditional subject restraints. Furthermore, it is
concluded that the use of block curriculum is an effective means to implement
an integrated curriculum. It has been shown that this type of approach can
allow students to pursue subjects and themes without the confines of subject
boundaries (Brazee & Capelluti, 1995). The problem is that a whole structural
change must take place for curriculum integration to happen effectively at the
secondary level.
The middle level movement has been influential and has endured for the
duration of the 20th century. However, until recently, most changes at this level
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have focused on the school climate and organization. These changes have
included programs such as exploratory, advisory, and intramurals. While these
changes were taking place and were seen as effective, the core curriculum was
left virtually untouched. The curriculum still revolved around a subject-centered
model. It wasn't until about three decades into the middle school movement, in
the late 1980s, that curriculum issues began to be addressed. Progress has
been made, especially over the past five years in which the activity level
surrounding curriculum in the middle grades has been astounding (Brazee &
Capelluti, 1995).
Many middle schools have moved towards a more integrated curriculum.
Various models are being used that allow for blocking. Social studies and
language arts seem to be the most common subjects to be blocked into one
extended period. However, some models block other subjects such as math
and science, too. This is attributed to several parties involved in what has come
to be known as the curriculum conversation. It first gained momentum with
Beane's publication titled A Middle School Curriculum: From Rhetoric to Reality
(1990) and credit has been given to The Middle Level Curriculum Project and
the National Middle School Association for playing roles in keeping the
momentum alive (Brazee & Capelluti).
There is still more support for integrated curriculum. Freeman and
Person (1998) also back this type of curriculum and how it connects more
naturally to the real world. Not only do they validate curriculum integration, but
how literature and language arts can be valuably linked to all other curricular
areas. Freeman and Person state:
In recent years, educators at all levels have advocated an integrated
curriculum that emphasizes the connections among subject area. In the
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real world outside of school we don't compartmentalize our thinking as
math, science and social studies. Instead we apply the content, skills,
and processes we have learned to think about, discuss, and solve
real-life problems and situations. In thinking about topics of high interest
to students, such as the environment, space travel and the solar system,
and homelessness, natural links occur across all curricular areas
incorporating language arts and children's literature (p.19).
Within the realm of curriculum integration, there are certain subjects that
are more naturally linked than others. Language arts and social studies
compliment one another effectively and reciprocally. Using literature to
enhance the social studies curriculum not only benefits the social studies
curriculum, it benefits language arts as well. Kerekes (1992) describes one of
the ways social studies can have this effect by saying, " ... themes in social
studies can serve as springboards for the literature and writing that students
cover in reading and language arts classes" (p.98). It is for this reason that
these subjects were the first to be blocked when the middle school movement
began and why they've become an integral part of the movement (Carter &
Abrahamson, 1993).
Being the natural allies that they are, there are other ways that social
studies compliments language arts as well. The more positive reading
experiences a student has, the better their chances for becoming lifelong
readers. Research shows that many students do not have positive reading
experiences from text books. Subsequently, by using historical trade books to
supplement the curriculum there is more room for positive reading experiences
to occur. It can also enrich knowledge of the content area and reading and
thinking abilities in general. Reading in social studies, or in any content area for
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that matter, also helps to increase vocabulary of content specific terms and to
increase vocabulary in general (Alvermann & Phelps, 1998). Historical fiction,
nonfiction, and biographies are commonly used in social studies curriculum but
are not genres that the majority of middle level students choose to read on their
own, so the use of these books increases their exposure to a variety of genres.
One of the noted problems with text books is the readability. Not only do
good readers find them difficult, but struggling readers find them nearly
impossible which leads to frustration. If material can be provided at their
reading level through the use of literature, one major obstacle can be
overcome. Lombard (1996) draws our attention to the value that has been
placed on literature as a part of the social studies curriculum. By incorporating
the human element into history it enables the teacher to enhance instruction by
"... engaging students with powerful social content" (p. 223).
Not only can literature bring life to the curriculum, it also lends other
desirable attributes to the content being taught and provides for critical and
analytical learning opportunities. Articles written as early as 1929 with regards
to the use of trade books to link language arts and social studies are referred to
as follows:
Most of these articles focus on using historical fiction, folk tales, and
biographies, but literature is more than these three genres and does
more than tell narrative stories. Literature in it's many forms can organize
facts, present powerful opinions, introduce new theories, provide
directions, allow readers to sequence information, compare and contrast
data, search for causes and effects, and structure knowledge in a variety
of ways (Carter & Abrahamson, 1993, p.32).
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The integration of social studies and language arts at the middle level is
invaluable. It brings the dull to life and helps the students make meaningful
connections in history between an event and the role it plays in future events as
well as between history and the students themselves. Perhaps Alvermann and
Phelps (1998) sum up one of the most valuable gifts that literature bequeaths
social studies when they remind us "Literature complements the study of history
and contemporary social issues by dramatizing and personalizing issues and
events" (p. 325).
Text Books vs. Trade Books
Children's books provide knowledge that extends information found in
content area textbooks. Literature expands and deepens children's
knowledge by presenting specific facts and concepts about a topic as
well as various points of view. In addition, books may reflect an inquiring
spirit by exploring the process by which the individuals discover and
investigate the world. In contrast, textbooks do not provide coverage
depth or topic detail; nor do they usually reflect on the human experience
and feelings involved in the topic (Sorenson & Lehman, 1995, p. 189).
Children's books reflect on the human experience and they convey the
feelings involved in relation to a historical topic. This is an aspect of history that
textbooks fail to present. Along with this, textbooks don't provide topic depth or
detail. In contrast, the knowledge provided in children's books extends beyond
that found in traditional texts. They not only present facts and concepts about a
topic, but they present them in-depth. Most importantly, they represent varying
view points. In order to gain a comprehensive understanding of any historical
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event, more than one perspective must be explored. Textbooks rarely allow for
this (Freeman, 1995).
Text books have traditionally served as the main, if not only, source of
instructional materials in content areas. While some may serve as a good
source for basic facts, It Is Important to realize their weaknesses. With the
abundance of quality literature that has been written, trade books have began to
act as a supplement, and in some cases take the place of text books. Social
studies curriculums can be greatly improved through the use of trade books.
There has been much criticism of text books over the past decade.
Freeman and Person (1998) identify three main areas of weakness as reading
difficulty, content, and quality. Readability formulas have been blamed for
"dumbing down" texts, but in actuality have made them more difficult. Often
times the use of computed readability formulas equate to shorter sentences,
simpler vocabulary, and exclude connectors and referents. This makes the text
more difficult for the students to comprehend. The content and quality, or lack of
it, has been a result of a number of things including poor writing and assorted
restrictions placed on the author. Texts do not often take the students' prior
knowledge into account either. Additionally, textbooks take several years to
develop so they are not necessarily current, even at publication. Other books
and periodicals can often provide more timely and up-to-date accounts,
especially of current issues (Alverman & Phelps, 1998; Tomlinson et al., 1993).
Studies by Sewall (1988) indicate that elementary and middle school
students find social studies to be the most boring subject. They name the text
book as being the number one cause for this. This should not come as a
surprise. History texts typically take events that shape lives and the world we
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live in and drain the life right out of them. Then they present the facts in the form
of names, dates, and places .
In 1893, an NEA commission on high school curriculum deemed
memorizing facts "the most difficult and least important outcome of historical
study." The commission also described many textbooks as "lifeless and
repellent". This committee recommended that historical study should coincide
with languages, art, geography, and literature to promote judgment and
thinking. More support for this idea came through the acknowledgement that
textbooks often contain names, dates, and facts to be memorized. It is
questioned whether the learning of this content is helpful to students in gaining
what is considered by some to be the most important dividends of history:
judgment, perspective, and knowledge of human nature and society. It is also
contended that textbooks often present as many objective, well-documented
facts as possible. However, they get caught up in incorporating so many of
these facts that they often loose the "life" of the past (Tomlinson et al., 1993;
Levstic, 1993).
This explanation was elaborated on by categorizing text books as "topdown". When they do include actual people, they focus on world leaders and
famous people. The vast majority of students reading the texts do not live within
the circles of famous people or world leaders. Due to this fact, it is arduous for
them to establish connections between the text and their own lives. They simply
cannot relate. Traditional history curricula cover several centuries. This forces
any text book to give minimum treatment or depth to a topic. Often times
monumental events in history are covered in a few sentences (Tomlinson et al.).
A 1988 fifth grade text by Grahm, Vuicich, Cherryholmes, and Manson
(as cited in Tomlinson et al.) is quoted as follows:
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Throughout Europe, Hitler had special prisons built for the Jews and
others he was trying to destroy. These prisons were called concentration
camps. Millions of people died in them. By the time the war ended, the
Nazis had murdered 6 million Jews. Hitler also had several million other
people who opposed him killed (p. 55).
This excerpt is lifeless and fails to convey the seriousness, significance, or the
atrocity of the Holocaust. This passage is the only mention of this event in this
American History text. In addition to minimizing important historical events to a
paragraph, it is brought to light that texts have been cleansed of controversial
topics such as communism, evolution, and human rights injustices in the United
States. Many publishers have sacrificed their integrity to sell texts and left out
important topics that state commissions on text book adoptions wanted omitted.
Sewall (1988) described this sacrifice as having " ... rendered textbooks devoid
of voice, drama, and coherence" (p. 556).
It is important for teachers to help students make connections with
interesting and readable material. Since the adopted textbooks tend to be
neither interesting nor, for some students, readable it is worthwhile for teachers
to find supplementary materials to help make this possible. As noted earlier,
according to students themselves, textbooks are not helping teachers build
these kinds of connections. Most texts only build upon troubled readers'
frustrations making it nearly impossible for them to connect with the material
being taught. Good reading experiences lead to motivation to read (Alverman &
Phelps, 1998). By the middle level, troubled readers have been experiencing
frustration for a number of years. If they are not able to have some success or to
be introduced to meaningful, pleasurable reading experiences at the middle
level, their chance for success in high school decreases.
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On the other hand, historical fiction and informational trade books
provide teachers with a more viable means to provide students with enjoyable
and meaningful learning experiences. These types of books raise questions
about justice, morality, historical perspective, and the accuracy of text books.
They also make connections between past and present (Levstic, 1993). Beck
and McKeown (as cited in Alverman & Phelps) believe that trade books present
information in a more appealing context than texts do, and the reader tends to
retain more information as they enjoy a book.
Trade books are not limited in time and space, and can present
controversial events and perspectives. It is often these controversial issues that
we have the most to learn from. Another important difference from text books is
that historical trade books focus on human motives, problems, and
consequences. Being human, everyone faces these matters in their own lives.
This always makes it easier for the teacher to help students make important
connections. Trade books also differ in that they are often "bottom-up". Instead
of only focusing on prominent people, they focus on how the lives of
commoners were affected by national events and how grass-root operations
brought on large changes. This content is more easily related to by most
students. In trade books they have the opportunity to see the effects of historical
events on people like themselves. If famous figures do appear in trade books,
readers may see their personalities, political stances, and strengths and
weaknesses. This is more impressionable on the reader (Tomlinson et al.,
1993).
Literature goes beyond the facts. The reader gains a better sense of the
social and emotional implications of many topics and can identify with the
characters in the story. Literature allows for empathetic experiences of other
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times, places, people, and cultures by the reader (Alvermann & Phelps, 1998).
The addition of trade books to the social studies curriculum for the purpose of
exposing the human experience helps students explore the good and bad in
humanity. "Reading and discussing both historical fiction and nonfiction
appears to help children explore both the worst and the best of human behavior
and test their own potential for good or evil" (Levstic, 1993, p. 8).
Some of the strengths of trade books are the human experience, probing
cause and effect, interpreting the past, and teaching the past. Textbooks often
present events unrelated to others. They often leave out the relevance of
historical events to modern day and human nature. Unfortunately, this does not
allow students to explore the causes and effects of history. However, historical
fiction often presents history in a cause and effect structure. It gives a better
sense of the effects of historical events on future events and present day. It
does a better job of showing the connections between events. In learning about
the past, we must do a lot of interpreting. We were not there, and so must rely
on information provided to us by others. This information can be less relevant if
there is not a framework provided to interpret it (Levstic, 1993).
History is open to many different interpretations and some are more valid
than others. Different viewpoints have different interpretations. Trade books
allow children to explore these different interpretations. It is important to keep in
mind that in using trade books to supplement a social studies or other content
curriculum, the burden lies on the teacher to choose quality books. The
literature needs to be historically realistic and interesting, historically accurate,
and should use language well (Alverman & Phelps, 1998; Levstic).
Perspective is an issue when teaching a social studies curriculum.
Obviously Columbus would have a different perspective than the Native
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Americans. This is one area where the use of trade books can promote critical
thinking. They can be used to compare different perspectives. Through
comparison, bias within a source may be recognized. This is conducive to
thoughtful analysis and critical thinking as they compare perspectives
(Sorenson & Lehman, 1995; Alvermah & Phelps, 1998).
Historical trade books, because they are based more on the human
experience, are more conducive to affective response and empathy. For this
reason, trade books can "awaken children's social conscience, sensitivity to
others' needs, and empathy for those whose life situations may be very difficult"
(Sorenson & Lehman, p. 192). One of the most frustrating issues facing
teachers of social studies is that it is impossible to cover everything related to a
topic. However, when one relies solely on a text book for topic coverage,
someone else has been allowed to choose what to omit and what to cover. By
choosing quality trade books to supplement the curriculum, the teacher may
take a more active role in making those decisions (Tomlinson et al., 1993). He
or she can also take into account varying reading levels and adjust the trade
books used depending on the needs of a specific class. Textbooks do not
concede to flexibility in this area.

Text Sets
Text sets are collections of books, related by concept, organized around
a theme, author, genre, or topic. Generally, the students are exposed to the
books and then allowed to choose which book or books they want to read for
the purpose of the unit. This type of unit allows for considerable flexibility. It can
evolve and change as new literature is published and as student interests and
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levels vary from year to year. The flexibility of text sets enables students of
various maturity levels, reading ability, and ages to participate in the planned
activities (Short, i 99"1; Tunnell & Ammon, i 993; Barton & Smith, i 994).
One of the major differences between those who only read at school and
those who become lifetime readers is that of choice. People, both young and
old, who read as a regular pastime do not have their reading materials chosen
for them. They choose from a variety of authors, subjects and genres. In school
however, reading materials are usually chosen for the readers and assigned to
them. They are not given any choice in what they read. At the secondary level,
this lack of choice is a reason given by many students who resist reading at
school even though they read willingly outside of school. This can be true with
students who read well and those who have trouble (Alvermann & Phelps,
"1998).
It has been revealed by Beers ("1996) that students who are able to read
but choose not to say that choosing their own books would be the number one
thing that would motivate them to read. The use of trade books can easily solve
this problem, however, whole class study of one title means a copy for each
student. This can create budget problems. It also doesn't allow for varying
interests or reading levels. So in studying just one trade book, the problem isn't
solved. The use of text sets is one way to allow for this choice to take place. It is
one strategy for using trade books to bring the human experience into the study
of history while also accommodating a range of interests and reading levels
(Short, i 99"1; Alverman & Phelps, i 998).
Short pointed out some differences between text sets and other book
groups. Literature groups tend to be more common and vary from text sets. In
literature groups, several copies of one title is needed because everyone in the
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group reads the same book. However, text sets are generally composed of
groups whose members are reading different books that are conceptually
related. Short also pointed out that book groups organized around text sets
became more deeply involved in finding connections between their books
(1991).
Freeman and Person (1998) echoed this idea when they stated, "Critical
thinking and problem solving skills are fostered when they compare and
contrast books on the same topic, noting various authors' points of view, the
information that is included, and the types of formats used to present the
information" (p. 4). In the more common literature groups where the group
members read the same book, learning experiences of this nature can not be
created. Text sets simply encourage more critical and analytical learning.
Keeping in mind the differences between text sets and other literature
groups, the advantages of using multiple titles can be further explored. "Using
multiple titles enables teachers to generate instructional units that enrich and
diversify the curriculum" (Lombard, 1996, p. 223). From the planning side, it
allows the teacher to take advantage of many different cooperative learning
tasks with students reading different books. They can compare and contrast,
and compile topical facts and vocabulary (Alverman & Phelps, 1998).
Short ( 1991) contributes still more definite advantages for the use of text
sets. She elaborates on group discussions based around authors and
illustrations. It was her experience that the students expressed interest in the
authors' relationship between the book that they wrote and their lives. Activities
and discussions proved the students eager to make connections between their
own lives and the books as well. Again, the characters presented in trade
books and the presentation of the content are much more easily related to by
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students. Short (1991) also notes that text sets naturally link language arts and
social studies. Not only do they just incorporate literature into a content area,
they encourage exploration of the elements of literature. Through the use of
multiple titles, the students can compare and contrast characters, plot elements,
themes, symbolism, and other literary element. Finally, Short discusses a
number of classroom implications that emerged in her experiences with text
sets. The main one was an environment supportive of choice and purpose in
learning. Through this choice, the students gained a sense of ownership and
responsibility for their learning and their group and overwhelmingly took a much
more active role in these processes.
Tunnell and Ammon (1993) examined a unit on the Holocaust built
around the use of a text set. In this unit, the different groups read different books
about the Holocaust. Each group read books and researched a certain aspect
of this historical event such as the Nuremburg Trials, the historical background
of World War II, rescuers (those who risked their lives for the Jews), the
concentration camps, etc. There were several books within each group from
which the students could choose. After completing various discussions and
activities related to their own books, the students collaborated with their other
group members. They creatively presented the information regarding their
aspect of the Holocaust to the rest of the class. In the end, it was determined
that all of the students received a holistic picture of the Holocaust and it's effects
on the continuum of history. An in-depth, well-rounded unit evolved and was
completed in a timely manner in which all students were engaged through the
use of text sets. Beaugrande (as cited in Short, 1991) acknowledged the value
of text sets as early as 1980 with the statement, "Text
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sets highlighted intertextuality, the process of making meaning through
connections across present and past texts and life experiences" (pp. 2-3).

Summary
The review of literature demonstrates the strong support for curriculum
integration. It is a much more "real world" approach to learning. In the real
world, the problems faced are not seperated into subject area. Instead, a
person must be able to identify how and when to apply a combination of skills
and concepts to solve problems. In traditional subject-centered schools, these
skills are learned in isolation which is not practical.
With social studies in particular, rote learning of names, dates, and facts
is common. The use of literature, both nonfiction and historical fiction
incorporates life back into the curriculum which is an aspect often neglected by
textbooks. Trade books present history in a much more meaningful way to
students; a way in which they can be intrigued by and relate to.
Text sets can be a particularly advantageous strategy for building a
literature based social studies unit. Not only do they bring the human
experience back into the content, but they allow for student choice and
accomodate the range of interests and abilities that are a part of most
classrooms. Text sets pave the way for all students to play an active role in both
individual and group learning experiences that have proven to be more
effective than those available through sole use of a history text. One of the most
challenging jobs a teacher has is engaging all of the students in a way through
which they can build meaningful connections. Research supports the
assumption that the integration of language arts and social studies can make
this a more realistic challenge.

CHAPTER 3
PROCEDURE
Introduction
This project evolved from the need to further develop the eighth grade
world history curriculum beyond the adopted text. Prior to the 1998-1999
school year, United States history was the eighth grade curriculum in the
Bainbridge Island School District. However, after a two year revision of the
curriculum, it was changed to world history from the Renaissance to the present.
World history was a new curriculum for the majority of the eighth grade teachers
so the newly adopted world history textbook was relied upon heavily. The
experience was somewhat frustrating for both the teachers and for the students.
The text was tedious and laborious reading. It did not seem to be conveying the
information in a comprehensible or meaningful way to the students, and it
became obvious that they dreaded the use of the book. It became apparent that
there was a need to spend time developing units to extend beyond the text book
in order to provide motivating and meaningful experiences for the students in
world history.
Due to the need to further develop the world history curriculum, along
with the desire to integrate it with the language arts curriculum, the idea for this
project emerged. There is a wealth of quality literature about the Holocaust and
this project will be more effective in relaying the whole picture of this event in
history than the text book was able to.

Scope of the Project
1.

Research: The majority of the literature reviewed to support this project
was limited to the past twenty (20) years.
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2.

Scope: The scope of the research done for the purpose of this project
included the areas of integrated curriculum, the use of trade books, and
the use of text sets. The preponderance of this research focused on the
relevance of the named areas at the middle level.

3.

Target Population: The text set, or list of recommended trade books on
the Holocaust was compiled specifically for use by teachers in the eighth
grade. However, by adjusting the list of books and some of the
suggested activities, the unit would be appropriate for any teacher,
grades six through nine, wishing to use an integrated unit to teach the
Holocaust.

CHAPTER 4
THE PROJECT
Introduction
This text set was created to further develop the newly adopted, eighth
grade world history curriculum for Woodward Middle School in the Bainbridge
Island School District. The intent was to integrate literature into the curriculum
for the purpose of extending student learning beyond the textbook. With the
development of this unit comes the expectation that the students will be able to
learn about the Holocaust through the exploration of different perspectives.
Through the use of literature, it is anticipated that the students will encounter
more meaningful connections and enriching learning experiences that will bring
the Holocaust to life.

Explanation of the Project
This text set was developed around the theme of the Holocaust. The
children's literature recommended in the bibliographies is broken down into
four subdivisions as follows: The Persecuted, The Persecutors, The Rescuers,
and Japanese Internment. All of the students who choose books from one
subdivision are referred to as a concept group. They are all reading books
related to one concept of the Holocaust. The Japanese internment camps are
not directly related to the Holocaust, but are included as a point of reference
and comparison. Germany was not the only country repressing a group of
people based on ethnicity and beliefs. It was going on in our own country as
well. There are points for comparison between the two and the question arises
as to whether or not we were any more justified in repressing the JapaneseAmericans living in our country at the same time.

24

25
Within this project you will find:
1. a bibliography of children's literature for each of the concept groups.
2. suggested activities
3. suggested assessments for evaluation of the unit.
One of the intentions of this unit was to create a text set that could be
easily adapted by any teacher who would like to use it. Therefore, it is not
necessary to engage the students in all of the suggested activities. Activities
were compiled under the assumption that teachers would have the choice to
use all of them or to pick and choose from them to best suit their needs and
purpose.
The assessment section of the unit is suggested tools which allow for
reflection by the students of their own progress as well as providing individual
accountability by group members. They also allow for the teacher to evaluate
various aspects of the students' progress. The author suggests the combined
use of all of the assessment tools included. However, like the activities, there is
flexibility for any teacher using the unit to choose the ones he/she feels are fit for
his/her individual needs.

26
THE PERSECUTED:
A BIBLIOGRAPHY
OF
CHILDREN'S LITERATURE
Ayer, E. H, Waterford, H., & Heck, A. (1995). Parallel journeys New
York, NY: Simon & Schuster/Atheneum.
Boas, J. (ed.). (1996). We are witness: Five diaries of teenagers who
died in the Holocaust. New York, NY: Scholastic, Inc.
Frank, A., & Roosevelt, E. (1993). Anne Frank: The diary of a young girl
(B. M. Mooyaart, Trans.) New York, NY: Bantam Books. (Original work
published 1967)
Friedman, I. (1990). The other victims: First person stories of Non-Jews
persecuted by the Nazis New York, NY: Houghton Mifflin.
Greene, B. (1973). The summer of my German soldier New York, NY:
Dial.
Karas, P. (1995). The hate crime New York, NY: Flare.
Kerr, J. (1998). When Hitler stole pink rabbit New York, NY: Scholastic,
Inc.
Landau, E. (1991). We survived the Holocaust New York, NY: Watts.
Meltzer, M. (1976). Never to forget: The Jews of the Holocaust New
York, NY: Harper & Row.
Rabinovici, S. (1998). Thanks to my mother New York, NY: Dial.
Richter, H.P. (1993). Friedrich New York, NY: Scholastic, Inc.
Siegal, A. (1981 ). Upon the head of a goat: A childhood in Hungary
1931-1944 New York, NY: Farrar, Strauss & Giroux.
Van Dijk, L. (1995). Damned strong love: The true story of Willi G. and

27
Steven K. (E. D. Crawford, Trans.). New York, NY: Henry Holt and Company.
Wiesel, E. (1982). Night (S. Rodway, Trans.). New York, NY: Bantam
Books. (Original work published in 1960)
Winter, K. (1998). Katrina New York, NY: Farrar, Strauss & Giroux.
Yolen, J. (1988). The Devil's Arithmetic New York, NY: Scholastic, Inc.
Yolen, J. (1992). Briar rose New York: Tom Doherty Association.

28
THE PERSECUTORS:
A BIBLIOGRAPHY
OF
CHILDREN'S LITERATURE
Ashman, C., & Wagman, R. J. (1988). The Nazi hunters: The shocking
true story of the continuing search for Nazi war

criminals

New York: Pharos.

Ayer, E. H, Waterford, H., & Heck, A. (1995). Parallel journeys New
York, NY: Simon & Schuster/Atheneum.
Chaikin, M. (1987). A nightmare in history: The Holocaust 1933-1945
New York, NY: Clarion.
Forman, J. (1967). Horses of anger New York, NY: Farrar, Strauss &
Giroux.
Gehrts, B. (1975). Don't say a word New York, NY: McElderry.
Karas, P. (1995). The hate crime New York, NY: Flare.
Koehn, I. (1977). Mischling second degree: My childhood in Nazi
Germany New York, NY: Puffin.
Landau, E. (1990). Nazi war criminals New York, NY: Watts.
Marrin, A, (1987). Hitler: Portrait of a tyrant New York, NY: Viking,
Kestrel.
Orgel, D. (1988). The devil in Vienna New York, NY: Puffin.
Richter, H.P. (1972). I was there New York, NY: Holt, Rinehart, and
Winston.
Rogasky, B. (1988). Smoke and ashes: The story of the Holocaust New
York, NY: Holiday House.
Shirer, W. L. (1961). The rise and fall of Adolf Hitler New York, NY:
Random House.
Wolfe, B. H. (1970). Hitler and the Nazis New York, NY: G. P. Putnams.

29
THE RESCUERS:
A BIBLIOGRAPHY
OF
CHILDREN'S LITERATURE

Arnold, E (1981). A kind of secret weapon New York, NY: Scribner's.
Atkinson, L. (1985). In kindling flame: The story of Hannah Senesh
1921-1944 New York, NY: Lothrop.
Benchly, N. (1974). Bright candles New York, NY: Harper & Row.
Bierman, J. (1996). Righteous gentile: The story of Raoul Wallenberg:
Missing hero of the Holocaust New York, NY: Penguin, Inc.
Hoestlandt, J. (1995). Star of fear, Star of hope (M. Polizzotti, Trans.).
New York, NY: Walker.
Innocenti, R. & Gallaz, C. (1995). Rose Blanche Mankato: Creative
Education.
Kuchler-Silberman, L. (1961). My hundred children New York, NY:
Dell.
Lowry, L. (1989). Number the stars New York, NY: Houghton Mifflin.
Meltzer, M. (1988). Rescue: The story of how gentiles saved Jews in the
Holocaust New York, NY: Harper & Row.
Orlev, U. (1991). The man from the other side (H. Halkin, Trans.)
Boston, MA: Houghton, Mifflin Company.
Wuorio, E. L. (1973) Code-Polonaise New York, NY: Holt, Rinehart,
and Winston.
Wuorio, E. L. (1973) To fight in silence. New York, NY: Holt, Rinehart,
and Winston.

30
JAPANESE INTERNMENT:
A BIBLIOGRAPHY

OF
CHILDREN'S LITERATURE

Bunting, E. (1998). So far from the sea New York, NY: Clarion Books.
Coerr, E. (1997). Sadako New York, NY: G. P. Putnam.
Hersey, J. (1989). Hiroshima New York, NY: Vintage Books.
Levine, E. (1995). A fence away from freedom: Japanese Americans
and world war II New York, NY: G. P. Putnam.
Mochizuki, K. (1993). Baseball saved us New York, NY: Scholastic, Inc.
Mochizuki, K. (1995). Heroes New York, NY: Lee & Low Books, Inc.
Salisbury, G. (1994). Under the blood-red sun New York, NY: Bantom
Books.
Stanley, J. (1994). I am an American: A true story of Japanese
internment West Minster, MD: Crown Books, Inc.
Tunnell, M. 0. & Chilcoat, G. W. (1996). The children of topaz: The story
of a Japanese-American internment camp New York, NY: Holiday House.
Uchida, Y. (1991). The invisible thread New York, NY: Morrow.
Uchida, Y. (1993). The bracelet New York, NY: Lee & Low Books, Inc.

31

(
HOLOCAUST TEXT SET ACTIVITIES AND ASSESSMENTS
TABLE OF CONTENTS
Activities
K-W-L Chart
Literature Response Journal
Literary Word Bank
Book of Quotes
Jigsaw
Character Analysis
Plot Chart
Venn Diagram
Letter to the Editor
"The Persecuted" Group Project
"The Persecutors" Group Project
''The Rescuers" Group Project
"Japanese Internment" Group Project

Unit Assessments
Explanations of Suggested Assessment Tools
Individual Checklist
Group Checklist
Self-Evaluation
Final Group Project Rubric
Final Project Group Evaluation

32
K-W-LCHART

Objectives:

1) Activate the students' prior knowledge about the Holocaust.
2) Teacher can gage students' level knowledge.
3) Involve students in an inquiry process about what they have yet
to learn about the Holocaust.
4) Reflection upon what was learned.

Materials:

Large piece of butcher paper, tape or some means of attaching
paper to the wall or white board, thick marker(s).

Procedure:

Prior to the start of the unit, hang butcher paper at the front of the
classroom. It should be divided into three sections labeled
"Know", "Want to Know", and "Learned". Lead a brainstorming
session inclusive of the whole class. First brainstorm what the
students already know about the Holocaust. Record this on the
butcher paper in the "Know" column. Next have them brainstorm
questions they would like answered about the Holocaust and
record these in the "Want to Know" section. Hang the butcher
paper somewhere visible in the room and come back to it upon
completion of the unit. At this time, have the students brainstorm,
again as a whole class, all of the new information they learned
about the Holocaust. Record this on the "Learned" section of the
butcher paper.

Suggested Use: This activity is suggested for use as the introductory and
concluding activities for the Holocaust unit. The brainstorming of
what the students already know is a good activity for activation of
prior knowledge as well as for the teacher to gage the knowledge
level of the class. Brainstorming about questions they have sets
an inquisitive mood about the topic and gives them direction in
their learning. Going back to it after the unit helps to tie it all
together. Once the students have brainstormed what they've
learned, it can be compared to the questions they had prior to the
unit to see if they found all of the information they were curious
about.
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LITERATURE RESPONSE JOURNAL

Objective:

1) To encourage students to draw meaningful relationships
between what they are reading and their own lives.
2) To log the reading they do daily.

Materials:

Spiral notebook for each student.

Procedure: The first page of the journal should be a Reading log. The student
should write the date and the pages read daily. The top of each
following page should include the following information:
Title:
Chapter/Pages:
Date:
As the students read, they should record any event in the book (at
least three per chapter) that strikes them for any reason. The page
number and brief description should be included. At the end of
each chapter, each student should look back over the list and
choose one event to elaborate on further. A narrative should be
written, approximately one page long and should include any
emotions the event evoked in the student and why, and how the
student relates to the event.
Suggested Use: This can be a great activity to promote group discussion. It is
recommended that students meet in in their concept groups (The
Persecuted, The Persecutors, The Rescuers, or Japanese
Internment) for discussion at least once a week. These journal
entries can be shared and be the root of discussions.
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LITERARY WORD BANK

Objective:

1) Develop general vocabulary.
2) Develop content-specific vocabulary.

Materials:

Notebook paper, pencil or pen, dictionary.

Procedure:

As the students read their books, they should use a piece of
scratch paper to jot down any unfamiliar words and the page
number where they appear. Later, possibly for homework, the
students should find the word again, write down the sentence in
which it's used, and attempt to define it based on context. Then
look it up in the dictionary and write the definition that best
matches the way the word appears in the context of the book the
student found it in. They should also illustrate the word in a way
that makes the definition obvious, or will help them remember it.
See the examples below.

Suggested Use: These words can be turned in weekly and compiled to
become the source from which vocabulary and spelling quizzes
can be made. This allows for spelling and vocabulary to seem
more meaningful to the students. The words come from them, and
they are anxious to see if one of their words is being used.

The idea for this activity and the examples were derived from the following
source:
Rothlein, L. & Meinbach, A. M. (1991). The literature connection: Using
children's books on the classroom. Glenview, IL: Scott, Foresman and
Company.
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BOOK OF QUOTES

Objective:

1) Provide opportunity for students to share about their own book.
2) To build connections between the various books being read.

Materials:

10x12 construction paper and 81/2x11 plain white paper (enough
for each student to have one of each), yarn, hole punch.

Procedure:

Students are assigned to find their favorite quote from the book
they're reading. They are to write the quote and the name of the
person quoted on the plain white paper. Each student should
write a brief paragraph describing the context of the quote. They
should illustrate the quote in a way that reflects the mood and
circumstance from which it was taken. Glue the finished quote to a
piece of construction paper and punch three holes on the left
edge. The quotes can be separated how the teacher sees fit,
possibly based on perspective. Bind the book by stringing the
yarn through the holes and tying it.

Suggested Use: It is suggested that this book be read aloud to the class near
the end of the unit and used as a basis for discussion. It can be
used to discuss quotes that reflect different perspectives. The
quote book can be left in the classroom as a collaborative effort to
create a big picture of the Holocaust through the individual
reading and work of each student.

The idea for this activity was taken from the following source:
Rothlein, L. & Meinbach, A. M. (1991). The literature connection: Using
children's books on the classroom. Glenview, IL: Scott, Foresman and
Company.
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JIGSAW

Objectives:

1) To periodically expose student's to the perspectives and
concepts being explored in the other concept groups.

Materials:
charts.

Students will need their literature response journals and plot

Procedure:

The students will be advised to choose one of their recent entries
in their response journal as well as one or two of the events on
their plot charts. The teacher directs the students to get into their
concept groups. Within their groups, the teacher has the students
number off from 1-4. Next, all of the ones form a group, all of the
twos form a group, etc. At this point, there are four groups with at
least one person representing each concept group. The students
then share what they have been learning about their aspect of the
Holocaust with the others.

Suggested Use: It is suggested that this activity take the place of concept group
sessions periodically throughout the unit. This way, the students can be
learning about the other aspects of the Holocaust as the unit progresses. It is
also suggested that the teacher lead a whole class discussing upon completion
of these group meeting to help build accurate connections between the
concepts and perspectives.
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CHARACTER ANALYSIS

Objective:

1) To help students analyze characterization as an element of
good literature.
2) To help students think critically about the characters and how
they contribute to the author's development of the story.

Material:

At least one character analysis grid per student. The teacher can
create a grid to hand out, or the students can make a grid on their
own paper once given an example by the teacher. The grid on the
following page could be shown as an example on an overhead
projector.

Procedure: The teacher should model a sample grid so that the students can
see how to fill it out. The student should fill in any character traits
that the character seems to portray down the first column of the
grid. Going across horizontally, the student should fill in any
evidence of this trait from the categories "Actions", "Conversation",
"Narration", and "Comments of Others" in the appropriately labeled
columns.
Suggested Use: Each student should fill out one grid for each main character in
the story.
Note: After the sample grid, a sample character map is also included. It is a
variation of the grid that may be used instead.

The sample grid on the following page was taken from the following source:
Rothlein, L. & Meinbach, A. M. (1991). The literature connection: Using children's
books on the classroom. Glenview, IL: Scott, Foresman and Company.

The sample character map was taken from the following source:
Bromley, K., DeVitis, L. I., & Modlo, M. (1999). 50 graphic organizers for reading, writing,
& more New York, NY: Scholastic, Inc.

Title of book: _ _ _T_h_e_S_t_or_.y_o_f_F_e_r_d1_·n_a_n_d_ _ _ _ __
Author: _ _ _ _ _M_un_r_o_L_e_a_f_ _ _ _ _ _ _ _ _ __
Name of character: _F;_;e:;. ;.r. . ; d.;. ;. in.;. ; ;a;.;. n=d_ _ _ _ _ _ _ _ _ __

Conversation

Narration

Comments of
Others

sat and Ferdinand
smelled said, "l like
flowers it better
here where I
can sit
quietly and
smell the
flowers. n

He liked
to just
sit
quietly
and
smell the
flowers.

Mother said,
"Why don't
you run and
play with the
other bulls
and skip and
butt your
head?"

As the
years
went by,
Ferdinand
grew
until he
was big
ard
strong.

Five men saw
him and they
all shouted
with joy. Here
was the
largest and
fiercest bull
of all.

Qualities Actions
subdued

big and
strong

:

I

I

I
I

i
I

I

I

Name _________________

Date ___________

Character Map
Character

50 GRAPHIC ORGASIZERS FOR READlNG, WRITING, .l.SD ~ifJRE
;;;;,-f!,,/,i·-ti1· Prri(t><;<;it,r1fl.l Rmiks. J.Q9fl

(

Evidence

)
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PLOT CHART

Objective:

1) To examine the causes and effects of events that occured
during the Holocaust.
2) To establish connection between events through the anaysis of
their causes and effects.
3) To identify the main events that occur within the plot.
4) To assess student comprehension.

Materials:

Plot charts for each student.

Procedure: The teacher should review cause and effect with the class.
He/She should model the use of a plot chart for the class as well.
The students should have the chart out as they read and identify
main events that occor as they go along or a the completion of
each chapter. Then, as causes and effects are revealed, they
should fill in what the event caused to happen, and what the
resulting effect was. The sample chart only allows for three
events, so students will need to continue the chart on subsequent
pages.
Suggested Use: This can be used to assess student comprehension. The
teacher should check it periodically at time of student conference.
It can also be used as a basis for discussion when the students
meet with their concept groups. As different students share new
events on their charts, they can begin to realize and discuss
connections between events in the different books being read.

The sample plot chart was taken from the following source:
Strube, P. (1996). Getting the most from literature groups New York,
NY: Scholastic, Inc.

Student's name:

Plot Chart
(Cause & Effect)
Title/ Author:

Event Happened

Event Caused

Resulting Effect

(
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VENN DIAGRAM

Objective:
contrast.

1) To utilize the Venn Diagram as a means to compare and
2) To assess student comprehension.

Materials:

Copies of the Venn Diagram graphic organizer.

Procedure: The teacher should model the use of a Venn Diagram for the class
and review comparing and contrasting. The students should be
paired up so that they can compare elements of two different
books. They should each have a copy of the Venn Diagram
template. Identify the two people, places, or things to be
compared and contrasted. Label above each circle with one of the
two people, places or things. Record shared traits or
characteristics in the overlapping section of the circles. Record
unique traits and list them in the appropriate circle.
Suggested Use: Although this activity could be used by two students in the
same concept group to compare and contrast their books, it is
suggested that students pair up with someone from a different
concept group for the same purpose. This will allow students to
see varying perspectives during the Holocaust as opposed to the
one that they are studying in their concept group. It is also
suggested that the students use a Venn Diagram to compare their
book to that of a book in each of the other concept group. This
would mean that for the purpose of this unit, each student would fill
out three Venn Diagrams. It allow for exposure to each of the
different perspectives being learned about.

The sample Venn Diagram on the following page was taken from the following
source:
Bromley, K., DeVitis, L. I., & Modlo, M. (1999). 50 graphic organizers for
reading, writing, & more New York, NY: Scholastic, Inc.

Name __________________

Date ___________

----:---~~~~~~~--------~_,.,--------~..,..---....~__,.---....~_,...___~~----

50 GRAPHIC ORGANIZERS F'OR READISG, WRITING. A:-:D MORE

Sr·liol11slir Prn!Pssw1wl Books, 1999
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"LETTER TO THE EDITOR"

Objective:

1) The students will think critically about the events surrounding a
character in the book they chose to read.
2) The students will constructively express their own beliefs in
regard to a particular character.
3) The students will practice proper letter format.
4) The students will practice one form of responsible civic action.

Materials:
Paper and pen, word processor, or computer, and examples of
letters to the editor.
Procedure: The teacher should review what a letter to the editor is. Several
sample letters from the local paper should be read. It should be
noted which of these letters are written rationally and will appeal to
the most people and identify what makes them persuasive. Proper
letter writing format should be reviewed. Students should be
assigned to choose one character to write a letter to the editor
about. Their letter should express either support or disapproval
for the character.
Suggested Use: Students volunteers should be allowed to read their letters
aloud. They can be a basis for class discussion surrounding
various issues of the Holocaust.

The idea for this activity was derived from the following source:
Rothlein, L. & Meinbach, A. M. (1991). The literature connection: Using
children's books on the classroom. Glenview, IL: Scott, Foresman and
Company.
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"THE PERSECUTED" GROUP PROJECT:
THE LIVES OF JEWS AND OTHER WHO FACED THE
ATROCITIES OF THE HOLOCAUST

Objectives:

1) To discover the atrocities faced by the Jews and others
persecuted during the Holocaust.
2) The group that studied the the persecution of both Jews and
Non-Jews during World War II will creatively present insight
regarding lives of these people and the atrocities they faced.
3) The group will work collaboratively to develop an outline of "the
persecuted" of the Holocaust.
4) To develop a bibliography using appropriate format.

Materials:

The materials needed for this project will depend
upon the type of project/presentation the group agrees upon.

Procedure: The group should decide how to divide the responsibilities for
developing an outline to be turned in at the time of their
presentation. It should be suggested that they agree upon the
main topics to be covered and divide the responsibilities that way.
The outline must be research-based. Information can be obtained
from the trade books used and from other sources. An interview
with a Holocaust survivor or someone who has heard first hand
accounts from family members is required. The teacher should be
prepared to provide students with the names of people in the
community who would be willing to be interviewed if the students
in the group don't know someone. The outline must also include a
bibliography.
The group will need to decide on a creative presentation to convey
what they learned about those persecuted during the Holocaust of
World War II based on the following guidelines:
1) Each member must play an integral role in the presentation.
2) The presentation must include at least two visual aids. These
may include costumes, appropriate props, a display board, a
portion of a video, or any other visual aid that adds meaning to the
presentation.
3) The presentation must be a minimum of 5 minutes but not
exceed 10 minutes.
4) The outline may be used in the presentation as a guide, but
should not be read from or used as an integral part of the
presentation.
5) The presentation can take on any form the group decides upon
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but must include information about the treatment of the Jews, the
atrocities of the concentration camps, the ghettos, and life in
hiding.
Note: It is suggested that the teacher arrange for at least 3-5 days in the library
for the group to research their topic further. They will be able to use their trade
books as sources, but may need to use other reference material as well. They
can use this time in the library for obtaining this research as well as for group
organization and work time.

(
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GROUP PROJECT:
THE PERSECUTORS: THOSE WHO CONTRIBUTED TO
THE ATROCITIES OF THE HOLOCAUST

Objectives:

1) To gain insight into the perspective of Hitler and his followers.
2) The group that studied those who persecuted the Jews during
World War II will creatively present insight into this perspective.
3) The group will work collaboratively to develop an outline of
"the persecuted" of the Holocaust.
4) To develop a bibliography using appropriate format.

Materials:

The materials needed for this project will depend
upon the type of project/presentation the group agrees upon.

Procedure: The group should decide how to divide the responsibilities for
developing an outline to be turned in at the time of their
presentation. It should be suggested that they agree upon the
main topics to be covered and divide the responsibilities that way.
The outline must be research-based. Information can be obtained
from the trade books used and from other sources. An interview, if
possible, with someone who contributed to the persecution of the
Jews, otherwise with a Holocaust survivor or someone who lived
in Germany during the War. The teacher should be prepared to
provide students with the names of people in the community who
would be willing to be interviewed if the students in the group don't
know someone. The outline must also include a bibliography.
The group will need to decide on a creative presentation to convey
what they learned about Hitler and his followers based on the
following guidelines:
1) Each member must play an integral role in the presentation.
2) The presentation must include at least two visual aids. These
may include costumes, appropriate props, a display board, a
portion of a video, or any other visual aid that adds meaning to the
presentation.
3) The presentation must be a minimum of 5 minutes but not
exceed 1O minutes.
4) The outline may be used in the presentation as a guide, but
should not be read from or used as an integral part of the
presentation.
5) The presentation can take on any form the group decides upon
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but must include information Hitler, his propaganda, his followers
including the Hitler Youth, Hitler's demise, the Nuremburg Trials
and the prosecution of Nazi war criminals.

Note: It is suggested that the teacher arrange for at least 3-5 days in the library
for the group to research their topic further. They will be able to use their trade
books as sources, but may need to use other reference material as well. They
can use this time in the library for obtaining this research as well as for group
organization and work time.
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A GROUP PROJECT:
THE RESCUERS WHO RISKED THEIR
LIVES TO HELP SAVE THE JEWS

Objectives:

1) To learn about all of those who risked their lives to save the
Jews.
2) The group that studied the those who took part in the
resistance.
3) The group will collaborate to develop an outline
pertaining to "the rescuers".
4) To develop a bibliography using appropriate format.

Materials:

The materials needed for this project will depend
upon the type of project/presentation the group agrees upon.

Procedure: The group should decide how to divide the responsibilities for
developing an outline to be turned in at the time of their
presentation. It should be suggested that they agree upon the
main topics to be covered and divide the responsibilities that way.
The outline must be research-based. Information can be obtained
from the trade books used and from other sources. An interview
with someone who took part in the resistance or a Holocaust
survivor who can give relay information pertaining to the
resistance. The teacher should be prepared to provide students
with the names of people in the community who would be willing
to be interviewed if the students in the group don't know
someone. The outline must also include a bibliography.
The group will need to decide on a creative presentation to convey
what they learned about those who courageously risked their lives
to save others during the Holocaust:
1) Each member must play an integral role in the presentation.
2) The presentation must include at least two visual aids. These
may include costumes, appropriate props, a display board, a
portion of a video, or any other visual aid that adds meaning to the
presentation.
3) The presentation must be a minimum of 5 minutes but not
exceed 1o minutes.
4) The outline may be used in the presentation as a guide, but
should not be read from or used as an integral part of the
presentation.
5) The presentation can take on any form the group decides upon
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but must include information about the the Danish Resistance,
others who worked against Hitler, and those who helped hide the
Jews.
Note: It is suggested that the teacher arrange for at least 3-5 days in the library
for the group to research their topic further. They will be able to use their trade
books as sources, but may need to use other reference material as well. They
can use this time in the library for obtaining this research as well as for group
organization and work time.
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JAPANESE INTERNMENT GROUP PROJECT:
THE BAINBRIDGE ISLAND CONNECTION

Objective:

1) To discover the connection between the Japanese-American
community of Bainbridge Island and the internment camps of
World War II.
2) The group that studied the Japanese-American experience of
World War II will creatively present their knowledge of the topic as
well as it's connection to their own community to the rest of the
class.
3) The group will work collaboratively to develop an outline of the
Japanese-American experience during World War II.
4) To develop a bibliography using appropriate format.

Materials:

The materials needed for this project will depend upon the type of
project/presentation the group agrees upon.

Procedure: The group should decide how to divide the responsibilities for
developing an outline to be turned in at the time of their
presentation. It should be suggested that they agree upon the
main topics to be covered and divide the responsibilities that way.
The outline must be research-based. It can include informatin
from the trade books used and from other sources. An interview
with a Japanese-American who lived through and internment
camp or who has heard first hand accounts from family members
is required. The teacher should be prepared to provide students
with the names of people in the community who would be willing
to be interviewed if the students in the group don't know someone.
The outline must also include a bibliography.
The group will need to decide on a creative presentation to convey
what they learned about the Japanese-American internment
camps of World War II based on the following guidelines:
1) Each member must play an integral role in the presentation.
2) The presentation must include at least two visual aids. These
may include costumes, appropriate props, a display board, a
portion of a video, or any other visual aid that adds meaning to the
presentation.
3) The presentation must be a minimum of 5 minutes but not
exceed 10 minutes.
4) The outline may be used in the presentation as a guide, but
should not be read from or used as an integral part of the
presentation.

(

52
5) The presentation can take on any form the group decides upon
but must include the purpose behind the internment camps, life in
the camps, and the connection to Bainbridge Island.
Note: It is suggested that the teacher arrange for at least 3-5 days in the library
for the group to research their topic further. They will be able to use their trade
books as sources, but may need to use other reference material as well. They
can use this time in the library for obtaining this research as well as for group
organization and work time.
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UNIT ASSESSMENT
The following are brief descriptions of the various assessment tools the
author suggests be used to evaluate each student's progress throughout this
unit. The teacher can choose to use all or any combination of these methods.
Some of them will be completed as the teacher rotates through the groups
during group time and observes the students' participation. Any of the sample
assessments provided can be used in the form provided or can be modified.

Teacher/Student Conferences: The author suggests that the teacher should
conference with each student individually at least once a week. During these
conferences, the teacher can check the student's literature response journal,
plot chart, and other on-going assignments as well as discuss the book the
book the student is reading. This is important due to the fact that each student is
reading a different book.

Anecdotal Records: The author recommends that anecdotal records be kept on
each student in regards to strengths, weaknesses, attitude toward book and
unit, comprehension and any other important evidence reflective of the
student's progress. Mailing labels are an effective way to manage these
records. As the teacher observes something notable, the student's name, date,
and anecdotal note can be written on a label. The author suggests that the
teacher then peel off the labels and place them on the back of the appropriate
student's checklist which may all be kept in a binder in alphabetical order.

Individual Checklist: Keeping an individual checklist on each student can be
effective in charting progress. For management purposes, it is suggested that
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all of the checklists be kept in one binder in alphabetical order. Information can
be recorded on the checklist as the teacher checks for progress during the
teacher/student conferences as well as through observation of the student's
participation in group sessions and class discussions. A sample individual
checklist has been included.

Group Checklist: The author recommends that a group checklist be filled out by
each student in regard to the cooperation of the other group members after
each group session. These checklists can be discussed with each student
during the teacher/student conference to evaluate how the members are
working together and to see if any issues need addressed. A sample group
checklist has been included.

Self-Evaluation: Student self-evaluation is an effective means of assessment.
Upon completion of the unit, it allows students to reflect upon what they've
learned. It allows the teacher insight into the student's perception of his/her
own progress. Student self-evaluation also allows the teacher to find common
threads through most of the students' evaluations and determine the strengths
and weakness of the unit. A sample student evaluation is included, but should
be adapted to be more unit specific.

Individual Assignments and Group Projects: Student progress will also be
monitored through the assessment of the suggested activities such as the
character analysis, literary word bank, letter to the editor, etc. The final
assessment will come through the group project. A rubric for the group project,
as well as a group evaluation has been included. I believe a group
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participation grade is important being that the projects will be graded on a
group basis, so there needs to be a way to incorporate individual compensation
for those who upheld their responsibilities and less for those who didn't.

The sample individual checklist, group checklist, and self-evaluation were taken
from the following source:
Strube, P. (1996). Getting the most from literature groups New York,
NY: Scholastic, Inc.

Individual Checklist - Oral and Written Response to Literature
Name:
Book·
Knowled«e
Settin>'
Characters
Narrator
Details
Comorehension
Summarizes
Seauence
Mood
Main Idea
fidurative Laneuade
Ann'r1catton
Draws Conclusions
Illustrates
States Examnles
Relates Persanallv
Research

I .
Ana1vs1s
Compare
Contrast
Debate
Makes Generalizations
Analvzes Problems
Cause and Effect

.
Svnthes1s
Constructs New Meanine
Predicts Outcome
Formulates a Solution
Creates New Ideas
Write (storv, poem, etc.)
Evaluation
Author's Puroose
Critiaue
ludees w/reasons
Evaluates w/reasons
Personal Opinion

Session Comments:

I I I I I I I I I I

Group Checklist
Title/Author:

Q)
......

e
..Q

Q)
Cl)

Student Names

..Q

Cl)

E
Q)

0-~

Sample Self~Evaluation
Name:

Book.:
1. What did you learn during our literature study that you didn't
realize before we discussed the book?

2. Tell about the best conversation that you remember in your lit
group.

3. From which character did you learn an idea or a lesson?
Explain.

4. Tell me how you feel about the author, how he/she writes, and
why you think he/she wrote the book.

5. Be a book critic. (Explain your own opinion of the book.)
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GROUP PROJECT RUBRIC

Group Members:

Topic:

Presentation:
Group Collaboration _ _!_ _
Content of Presentation _ _.!_ _
Visual Aids _ _.!_ _
Creativity _ __JI _ _

Outline:
Organization

I
I

Content
Format

I
I

Bibliography
Interview

I

TOTAL _ _./_ _

Comments:
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FINAL PROJECT GROUP EVALUATION
Fill in the names of each of your group members, including yourself, and
evaluate them appropriately on a scale from 1-5, five being the best score.
Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:

5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

5
5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

5
5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

5

Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:

Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:

Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:
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5
5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

5
5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

5
5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

5
5
5
5
5

4
4
4
4
4

3
3
3
3
3

2
2
2
2
2

1
1
1
1
1

Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:

Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:

Group Member
Participation in discussion:
Upheld responsibilities:
On task:
Contribution to presentation:
Contribution to outline:
Comments:

CHAPTER 5
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
The logistics of implementing an integrated curriculum at the secondary
level have been a road block despite years of research that support this
strategy. Research has proven that curriculum integration is more effective in
preparing our students for problem solving in the real world. Traditionally,
secondary schools in our country have stuck quite rigidly to the subjectcentered approach to teaching. The students have had six different teachers,
for six different periods, for six different subjects. Unfortunately, in real life
situations, it is not often when a problem can be solved using any one subject in
isolation of all of the others. It has only been with the onset of the middle school
movement that curriculum integration has started happening at the secondary
level. Although it is being seen more and more at the middle level, fewer high
schools have taken the steps to restructure their organization to facilitate this
strategy.
As curriculum integration started to creep into the middle level, language
arts and social studies teachers became the first to team up and integrate their
curriculums. Now the language arts/social studies block is an integral part of
the middle school movement. The two subjects are so complimentary that in a
block setting, one teacher teaches both of these subjects to a group of students
during a two period block. Often, the transition is seamless or there is no
transition at all. Social studies lends itself so effortlessly to the incorporation of
the reading and writing skills taught in language arts, that total integration
occurs.
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The use of children's literature is perhaps one of the most effective ways
to integrate these two subjects. History textbooks tend to be inadequate to say
the least. Though they may be effective for presenting facts, they usually lack
life, flexibility, various perspectives, fail to help students build meaningful
connections and are difficult to read. Supplementing the textbook with trade
books can make up for all of these deficiencies. Using multiple titles is even
more effective. If a teacher picks one trade book for the whole class, it can be
great for some kids, but others may still fall through the cracks. The use of one
title creates the problem of needing a book for each student, may still be too
difficult or to easy for some students, and does not allow for choice. Text sets,
one strategy for incorporating multiple titles into a content area curriculum can
solve all of these problems. Recommended books can span reading levels,
perspectives, provide the student choice in their learning, and create flexibility
within the unit. Probably the biggest benefit of using trade books is the addition
of the "human experience" as it's been referred to previously. They paint history
from the human aspect of it which makes it much easier for the students to relate
to it and find meaning in it.

Conclusions
Conclusions drawn as a result of this project are as follows:
1.

The use of trade books to supplement a unit on the Holocaust will,

with reasonable assurance, be more meaningful than a unit relying solely on
the use of a history text book.
2.

In reviewing the research for this unit, the author developed a

deeper commitment to curriculum integration and to the integration on language
arts and social studies in particular.
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3.

The integration of language arts and social studies in the form of a

text set on the Holocaust will be extremely conducive to meeting both district
and state objectives in both curricular area.
4.

In teaching an integrated curriculum, the teacher must develop

much of the unit. Textbook companies are still publishing textbooks written for
the subject-centered approach. This can take extra time on the teacher's part.
Not all teacher's feel comfortable authoring their own units, and in some districts
are not allowed to veer far from the adopted text.
5.

Though it may take more work on the teacher's part, it is likely

worth it. The use of an integrated curriculum may not only be more fun and
meaningful for the students, but for the teacher as well. Also, units such as the
text set developed for this project allow for such flexibility that once the unit is
developed and a framework is established, one would rarely need to start from
scratch as needs change.
6.

Through integration, skills and concepts learned in one content

area can be reinforced in others. This can help ensure stronger
comprehension.

Recommendations
Through the development of an integrated unit, the anticipation of
teaching it, and through the review of literature, the author recommends the
following:

"1.

In the development of an integrated curriculum, allow for flexibility

within the unit. At the middle level, similar to any other level, there are usually
various ability levels within on class. Take this opportunity to plan for it.
2.

Although one of the main purposes in developing a text set is to
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satisfy the students' desire for choice, the teacher must be sure students don't
choose trade books that will be too difficult. Comprehension should not be
sacrificed due to readability of a book. It is necessary to provide books with a
range of reading levels that have high interest levels as well. It is equally as
important that students don't choose books that are too easy. Otherwise, the
language arts skills will likely not improve.
3.

Although the unit developed allows for flexibility, a sequential plan

that covers the desired objectives should be developed before the start of the
unit.
4.

Due to the fact that students are all reading different books, it is

important for the teacher to manage the unit to allow for individual
teacher/student conferences quite regularly throughout the unit. It's the only
way to ensure that each student is staying on track and comprehending their
book. If the students do not comprehend their own books, it will be less likely
that they will be able to draw meaning from many of the activities. Once again,
this reinforces the need for a range of reading levels for the students to choose
from.
5.

Although all of the trade books chosen by the teacher for inclusion

in the text set should be realistic and historically accurate, many may be fiction.
For this reason, it is recommended that other resources be utilized throughout
the unit, especially for the group projects.
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WEBSITES RELATED TO THE HOLOCAUST

The United States Holocaust Memorial Museum
http://www.ushmm.org/
Cybrary of the Holocaust
http://remember.org/
The Holocaust Quilt
http://remember.org/remember/
L'Chaim A Holocaust Web Project
http://www.charm.net/~rbennett/l'chaim.html
Holocaust Pictures Exhibitions
http://www.fmv.ulg.ac.be/schmitz/holocaust.html
The Holocaust Martyrs' and Heroes' Remembrance Authority--lsrael
http://www.yad-vashem.org.il/
Holocaust Memorial Center Wayne State University
http://holocaustcenter.org/
Virtual Jerusalem's Holocaust Pages--lsrael
http://www. virtual. co. i I/education/education/holocaust
Survivors of the SHOAH Visual History Foundation
http ://www.vhf.org/
Holocaust Teachers Resource Center
http://www.holocaust-trc.org/
A Teachers Guide to the Holocaust
http://fcit.coedu.usf.edu/holocaust/
Fortunoff Video Archive for Holocaust Testimonies at Yale University
http://www.yale.edu/testimonies/homepage.html
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The Holocaust Museum of Houston
http://www.hmh.org/
Florida Holocaust Museum
http://www.flholocaustmuseum.org/
The History Place
http://www.historyplace.com/worldwar2/holocaust/timeline.html

